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CHAPTER I 
INTRODUCTION 
Spelling affects written communication. In order 
for one to inform, entertain or persuade accurately and 
effectively through written material, one must spell 
correctly. Spelling correctly raises the validity of 
the writer's remarks because it raises the status of the 
writer. Today accurate spelling is the sign of a literate 
person, just as good handwriting was the sign of a literate 
person in our country two centuries ago. 
Until the publication of Samuel Johnson's 
dictionary (1755), spelling was a matter of individual 
choice; the one recognized sign of an educated man 
was fine penmanship, "especially a Joyning hand, plain 
to read ft • (The United States Encyclopedia of History, 
1967, p. 1178) 
A good speller must show signs of flexibility and 
adaptability for the spelling of some English words has 
changed throughout the course of history to adjust to the 
needs of the historical age; therefore, the rules for the 
spelling of English words are not without exception. The 
dictionary has proven to be the most effective standard 
for correct spelling. 
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Spelling words correctly provides a feeling of instant 
success to the learner. In school, it also points out to 
the teacher that the student has the capability of such 
things as visual attention, memory, sequencing, and auditory 
imagery. Likewise, it may show that remediation would be 
helpful in one or more skill areas, i.e., dictionary, proof­
reading, phonemics. It is important that teachers under­
stand the individual learning styles of their students 
so they are not bombarded with piecemeal skills and un­
necessary multi-sensory remediation. The students should 
also know their learning styles. 
Statement of Purpose 
The purpose of this paper was to show an overview of 
spelling. The teaching of American-English spelling 
remains one of the most frustrating tasks to accomplish 
in the school curriculwn, particularly in the upper grades'. 
Written expression is one of the highest levels of learning 
in the curriculum. Spelling is so intertwined with other 
areas, particularly language arts, that to teach spelling 
as a separate entity is often ineffective. This is 
particularly true for the student in exceptional education. 
Yet, to have the ability to calIon a repertoire of a 
correctly spelled basic vocabulary is necessary for any 
student to survive in most societies today. The teaching 
of remedial spelling must be direct. 
3 
Limitations of the Study 
The subject matter has not been limited to any 
particular age. Nor has it been limited to any particular 
type of student. It was understood that many handicapped 
students exhibit spelling problems. It was further under­
stood that intelligence may have a bearing on the learning 
of spelling. \Vhile other areas, like reading and memory, 
show a correlation to spelling, this paper did not 
include them except in a general way. It will be up to the 
teacher to select those ideas most appropriate or most 
adaptable to the classroom and/or students. Due to the 
particular interest in the field of learning disabilities, 
this area was used as an example when one was needed. 
\~ile the intent has been to limit the review of 
research in spelling to the last three decades, it has 
been worthwhile to occasionally refer to previous research. 
Other research related to spelling, in general, has been 
included if it enhanced the meaning of a pertinent concept. 
Definitions 
In this paper helpful definitions for the following 
words are: 
Spelling--The ability to recognize, recall, reproduce, 
or obtain orally or in written form the correct sequence 
of letters in words (Graham, Miller, 1979). 
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Orthography--Spelling.
 
Generalizations--Rules.
 
Linguistics--The study of total human language, in­

cluding origin, structure, phonology, morphology and 
semantics. 
Phonology--The study of speech sounds. 
Phoneme--A group of sounds that are alike. 
Grapheme--Letter(s) that represent a single phoneme. 
~1orphology--The study of meaningful units of speech. 
Morpheme--The smallest unit of meaningful speech. 
Syntax--Sentence structure. 
Teacher--Referred to as she or her; the implication 
was that the terms refer to males as well. The terms were 
chosen because the teacher-writer is a female teacher. 
Student--Referred to as he or him; the implication was 
that the terms refer to females as well. The terms were 
chosen because research indicates that males are more 
vulnerable to spelling problems. 
Summary 
In summary, this paper has shown that spelling is 
not a distinct skill, but, rather, a main component in the 
writing process. Spelling, primarily over the past three 
decades, has been explored without undue emphasis on any 
one particular age or type of student. In conclusion, there 
is a need for a revival of spelling consciousness, and 
any technique, method, or tool selected by the teacher 
must be chosen because it gets the job done. 
CHAPTER II 
REVIEW OF RESEARCH 
From the times in early America when William Perry l s 
Spelling Book, phonetically based, was known as the "only 
sure guide to the English tongue," to Noah \vebster t s 
The Elementary Spelling Book, an improvement on his 
American Spelling Book (Johnson, 1960), the learning of 
spelling has been a struggle for many children, and the 
teaching of spelling has been a chore for many teachers. 
Contrary to the confusion surrounding spelling, it 
actually is a very researched subject. Graham and 
Miller's (1979) composite of spelling procedures, 
researched as part of a recent project designed primarily 
for handicapped students, but adaptable for any school­
age child, are listed below. It is effective because it 
shows in capsule form the current thinking in some areas. 
A word of caution is necessary because how we learn and 
how we learn to spell is still an evolving topic. 
Procedures Supported by Research 
1.	 The test-study-test method is superior to the 
study-test method (Blanchard, 1944; C. Edwards, 
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1931; Fitzgerald, 1953; Gates, 1931; Hibler, 1957; 
T. Horn, 1946; Kingsley, 1923; Montgomery, 1957; Shu­
bik, 1951; Yee, 1969). 
2.	 Learning spelling words by a synthetic approach 
is a better technique than learning words by 
syllables (T. IIorn, 1947, 1969; Hwnphry, 1954). 
3.	 It is more efficient to present words for study 
in a list or column form than in sentence or 
paragraph form (1~1. Edwards, 1953; lIawley & 
Gallup, 1922; E. Horn, 1944, 1954b; McKee, 1924; 
Strickland, 1951; '\vinch, 1916). 
4.	 The single most important factor in learning to 
spell is the student correcting his or her Ol~ 
spelling test under the teacher's direction 
(Beseler, 1953; Christine & IIo11ingsworth, 
1966; T. Horn, 1946; Louis, 1950; Schoephoerster, 
1962; Thomas, 1954; Tyson, 1953). 
5.	 Spelling games stimulate student interest 
(Fitzgerald, 1951a; E. Horn, 1960; T. Horn, 1969). 
6.	 Sixty to 75 minutes per week should be allotted 
to spelling instruction (B. Horn, 1960; T. Horn, 
1947; Larson, 1945; Rieth, Axelrod, Anderson, 
Hathaway, Wood, & Fitzgerald, 1972). 
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Procedures Not Supported by Researcll 
1.	 \vriting spelling words in the air is a valuable 
aid in learning new words (Petty & Green, 1968). 
2.	 Studying the "hard spots ll in words improves 
spelling ability (~lasters, 1927; ~·'1end,enhall, 1930; 
Rosemeier, 1965; Tireman, 1927). 
3.	 Students should devise their o\~ method for 
studying spelling words (Fitzgerald, 1951a; E. Horn, 
1944, 1954b; T. IIorn, 1969). 
4.	 Student interest in spelling is secondary to re­
wards received for achievement in spelling 
(Columba, 1926; Diserens & Vaughn, 1931; Forlano, 
1936; E. Horn, 1960, 1967; D. Russell, 1937; 
Thorndike, 1935). 
5.	 \vriting words several times ensures spelling re­
tention (Abbott, 1909; Petty & Green, 1968; E. 
Horn, 1967). (Graham & Miller, 1979, p. 10) 
Ori~in 
In our society, spelling is the vehicle for written 
lanomuage. It is advantageous, but not necessary, for 
anyone who is involved in spelling the English language to 
understand its origin. This is part of the "total" 
approach. Students should be given a brief history of 
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language, and, more specifically, their language. ~fuat­
ever theory the teacher follows regarding child develop­
ment can be adapted to this task. The lower elementary 
student, while dealing best with concrete things, is able 
to classify and compare words logically, and reverse the 
process. The comparisons of etymologies should be included, 
especially as they directly relate to the group. This 
also includes slang. Discussions involving reference 
books which could be used as tools should be included, 
i.e., how new words get into the dictionary. Teenagers 
are able to understand the more abstract concepts involving 
the structure of the language, and the underlying reasons 
for the spelling complexities. 
Language, which separates man from beast, started as 
an oral-aural means of communication. There were two 
drawbacks to this form; it was a temporary recording and 
it was limiting in scope unless the message was passed 
from one to another. To obtain accuracy, people started 
using visual means of recording events or important mes­
sages. Today we have solved the problem of making 
language far-reaching and permanent on a more sophisticat­
ed level. Early picture writing has evolved into visual 
aid equipment like microfilm, video-cassette recorders, 
and computers. 
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Pictographs, like our present day photographs, led 
to ideographs which communicated something more than 
reality. Like pictographs, ideographs were not true 
writing. They transcended language, and continue to do so, 
i.e., international road signs. The Chinese and Egyptian 
civilizations developed extensive systems of ideographic 
representation, which led to true writing with the use 
of visual symbols (phonograms) to represent speech 
itself. All oral languages were based on particular speech 
sounds (phonemes) to make units of sound which were used 
to express thoughts and feelings. The system of assign­
ing graphemes (graphic symbols) to phonemes was called 
the alphabetic principle. It has been in existence 
since about 1000 B.C. The American-English language 
used this principle for its language. 
According to Hanna, Hodges, Hanna (1971), to build the 
power to spell an unlimited vocabulary, one needed to 
know more than the alphabetic principle. They felt one 
must be able to recognize patterns of spelling in order 
to make the correct choice among the possible optional 
spellings. The following is a condensation of their 
explanation. 
To learn to spell in a language where there is a 
one-to-one correspondence of grapheme to phoneme would 
be quite simple. For example, Italian is so phonetic 
that each sound is represented by a single letter. 
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American-English has more than 40 phonemes, including 
consonants, vowels, diphthongs, and semivowels. (This 
number may vary depending on the system of classification.) 
The alphabet has 26 letters. It would seem that we do not 
have enough alphabetic symbols; while this is true, 
the basic cause for our departure from the alphabetic 
principle is that there are far too many graphemes to 
represent the phonemes. The user of any writing system 
must master the graphic symbols needed to put speech 
into writing (encoding or spelling). He must also 
translate written or printed graphemes into the oral forms 
they represent (decoding or reading). Because the American­
English language does not have a one-to-one correspondence, 
encoding and decoding are confusing. The speller must 
choose the correct grapheme for a phoneme from among the 
several graphemic options for that particular sound, 
while the decoder must decide which of several possible 
speech sounds is represented by a grapheme in the word 
he is trying to decode. At this point the speller may 
want to stop looking for consistency and try pure memori­
zation which would be a monumental feat. 
Project 1991, conducted at Stanford University, 
reported by Hanna, Hanna, Hodges, and Rudorf (1966) gave 
statistical evidence that the above departures were 
over-estimated. Basically, the Stanford researchers 
employed computer technology to analyze the sound-letter 
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relationships in over 17,000 words, with the intention 
of clarifying the alphabetic nature of American-English 
spelling. Phase II of the project studied the usefulness 
of these phoneme-grapheme relationships in the spelling 
of words. The computer was programmed to spell the 
words by using the information gained from Phase I. Fifty 
percent of the words were spelled correctly by this 
technique. The three important implications for spelling 
programs "'lere swnmarized by Hanna, Hodges, I*Ianna (1971). 
First, there was a more consistent relationship between 
sounds and letter representations than was traditionally 
thought. Second, there lvas a pattern or system in the 
ways words had been created, and continue to be created. 
Third, the number of so-called IIspelling demons" was 
relatively small. They caused spelling difficulties 
only because certain parts of them departed radically from 
the basic alphabetic principle. The conclusion was that 
one could spell words from generalizations. 
History 
Historical Development of English 
It is important to present a brief history of the 
development of the English language an~ specifically, the 
American-English language. It is implied that a writing 
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system usually develops from the desire to standardize 
and innovate. Language was also influenced by political 
and educational movements in addition to the linguistic 
process itself (Fergus, 1973). English is generally 
divided into three overlapping chronological periods-­
Old English, to about 1100 A.D.; Middle English, 1100 ­
1500 A.D.; and ~lodern English, with a transitionary period 
from Middle to Modern from about 1350 - 1550. The 
following historical development of English and American­
English is a composite (main sources included Hanna, 
Hodges, Hanna, 1971; Anderson & Groff, 1968; Fergus, 
1973; Noary, 1972). 
The earliest invaders of Britain were the Celts in 
600 B.C. who continued their invasions for hundreds of 
years. Very few Celtic words remained in the English 
vocabulary, and today there are only a few words in 
English that can be traced to the Celtic language. The 
Romans invaded England in 55 B.C. and ruled Britain for 
nearly 400 years; however, the Britons refused to become 
Romanized. Since the Latin language was much like the 
Celtic, it was easily translated by missionaries into 
writing. 
During the fifth and sixth centuries A.D., large num­
bers of Angles, Saxons, and Jutes left the low countries 
and northern Germany, and overran the British Isles. Of 
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all the dialects, Anglian and Saxon became the most important, 
and Old English (Anglo-Saxon) had its start as a leading 
world language. The Angles and Saxons did not have a 
true written representation of their language. They, 
as well as other Germanic and Scandinavian peoples, used 
an alphabet composed of runes (mainly for inscriptions and 
magic signs). This was not an adequate means for writing, 
and the Christians considered the runic script to be 
heathen; therefore, the missionaries introduced a Latin­
based alphabet. In 1013, after a previous attempt, 
Danish raiders successfully attacked Britain, and 
for a number of years, Britain remained a part of the 
Scandinavian Empire. There was a great similarity between 
Old English and Old Norse. 
With the Norman invasion of England in 1066 A.D., 
French became the language of the ruling and educated 
classes, for the English people were not enthusiastic 
about adopting the language of their conquerors. This 
middle period had the most effect on our writing system 
as we know it today. The early writing was, for the most 
part, religious in nature. Middle English, which was no 
longer bound by conventional rules and granwatical re­
strictions, developed independently. It was phonetic, 
but in many cases it was not uniform. 
14
 
English was re-established as the language of the 
land about 1300 A.D. after years of difficulty with France. 
Still, there was free borrowing from French and other 
languages. Because many who wrote in English were also 
proficient in French, they borrowed some whole \yards 
or some parts, like the French ~ to replace the English 
~ (house). In the latter part of this period, Latin words 
remained unchanged; this resulted in the addition of more 
rules in addition to those already in use from the Old 
English and the French. ~ and ible are examples of 
French spellings frool the Latin abilis or ibilis, depend­
ing on the stem vowel of the Latin verb. 
The Renaissance, a rebirth of culture in Europe, 
from about 1300 - 1600 A.n.,promoted the classical in­
fluence on the language. The silent E at the beginning 
of a word like psychology can be linked to this period 
of borrowing from the Greek. In the sixteenth century, 
Modern English had a rich, flexible vocabulary with a free 
use of compounds and a weakening of the inflectional form. 
William Shakespeare, English playwright and poet, 
influenced the spread and acceptability of the English 
language. 
Thus, English, as a spoken language, was becoming 
simplified while spelling was moving in the other direc­
tion. With the invention of the printing press and its 
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introduction into England by William Caxton, this 
more-or-less phonetic language, with its varied spelling, 
produced a communications dilemma. The result was to 
freeze a spelling at some arbitrary point. Today we 
have spelling that is neither entirely frozen nor in 
keeping with the constantly changing pronunciation. 
A further complication was that just as the printers 
were trying to establish spelling conventions, there was 
also a vowel shift in progress, so the spelling no longer 
matched the vowel sounds. The long stressed vowels moved 
forward in the mouth. There was an attempt to standardize 
many words and conventions, but, at the same time, some 
~1iddle English spelling was retained. Still, as has 
been stated, our language remained more phonetic than 
not. It should be noted that Dr. Samuel Johnson's 
A Dictionary of the Epglish Larguage (1755) contributed 
greatly to the stabilization of the language both in 
England and in America. 
Historical Development of American-English 
The English were the first permanent settlers in 
America. For years to come, millions of dissatisfied, 
restless, hopeful, persecuted peoples followed, and, while 
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the numbers are not as great, they are still coming. Be­
fore 1890, with the exception of the slaves, most of the 
people had come from the northern half of Europe. Many 
of these people spoke English and had similar customs. 
After 1890, many came from southern and eastern Europe, 
bringing with them new languages and customs. 
In the early years of our country, the lack of 
uniformity in spelling reflected the American independent 
spirit. In the early settling of an area, the immigrants 
tended to stay near people from their homeland, and they 
did not have much time to read and write or to learn to 
read and write, but those who could were greatly respected. 
Some settlers set up schools in the language of their 
previous country; however, as expansion took place, one­
room schoolhouses using American-English were springing 
up in almost all fair-size settlements. It was the goal 
of most Americans to provide an education for their chil­
dren. 
To produce a literate citizenry with a uniform spelling, 
there was a need for American dictionaries to set stan­
dards. When Noah \vebster published his very popular 
American Spelling Book in 1783, he was trying to establish 
both standard spelling and speech. With the publishing of 
dictionaries, spelling became quite standardized by the 
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end of the 18th century. Some of the words in Samuel 
Johnson Jr.'s dictionaries (1798, 1800) reflected 
borrowing from the American Indian languages. Noah Webster, 
influenced by the attitude of Benjamin Franklin, who had 
published A Scheme for a New Alphabet and a Reformed ~lode 
of Spelling in 1768, produced a dictionary in 1806 
of the American-English language for Americans. He elimi­
nated many British-English words that he considered 
inappropriate for American life. In his revised edition 
(1829), he included many scientific and technical terms. 
He also based his definitions on current usage. Even 
though it was never accepted, he did propose some changes 
in the language to make a more consistent spelling. 
Through the years there have been various proposals for 
spelling refor~m, i.e., George Bernard Shaw left his 
fortune to sponsor a spelling reform movement. 
Webster's early dictionary had about 70,000 entries 
while today's dictionaries contain over half a million, 
plus many more technical and specialized words. New 
words still come about as different people come into 
contact. New words are invented as a need arises; 
sometimes new words are formed by blending two old ones. 
An acronym is a word formation which takes the initial 
letter from each word in a phrase and combines them into 
another word, i.e., laser--light amplification by stimulated 
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emission of radiation. Considering all of the above, 
no word or sound is entirely out of place in American­
English, which, of course, reflects the free l\merican 
spirit. 
The place of spelling in the school curriculum has 
changed throughout the years. The usual method in the 
1600 1 s was to teach a spelling lesson using the alpha­
betical approach. Once the letters were learned, it 
followed that one must learn the combination of parts 
(syllables) which made up a word. These tasks could 
be individual (knowing the letters in the Horn-book) or 
group (orally syllabicating words). The introduction 
of the word method in teaching reading (1850) added a new 
dimension to spelling. As this method gained in popularity, 
the same method was adapted for spelling. Spelling the 
word was no longer a necessary step in learning to read. 
In order to see the word as a whole, the individual 
letters are not important. Hearing it pronounced and 
having the meanings illustrated became important. True 
phonics in spelling emerged with the pronunciation of 
words by sounds and not by letter names. 
Models 
'Vhile spelling models may not be of tremendous 
importance in the practical application of the teaching 
of spelling, they do help the teacher to understand the 
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process of spelling behavior so that corrections and 
by-passes can be started when a breakdo\~ occurs. They 
offer a description of what it is that students do when 
they attempt to spell a word. They also help a teacher to 
define spelling. 
Personke and Yee (1971) have presented a detailed 
model, adapted in this paper, for total spelling behavior 
which they felt was an answer to the many fragmentary views 
of the spelling process. The model assumed that all spell­
ing behavior proceeded with a felt need (conscious or 
unconscious) to spell a word. They postulated that spell­
ing behavior proceeded from needs to strategies, all of 
which began with the speller's internal input. Their 
model suggested that the pattern to be followed offers 
situational choice and constant development of spelling 
efficiency. All spelling is processed from among a 
number of complementary channels; therefore, no particular 
one is the Uright lt channel for spelling a particular word. 
The most efficient process is the memory-kinesthetic by­
pass, but it is good only for mastered words; in teaching 
spelling, attention should be given to all channels. 
Essential elements of information processing systems 
are held to consist of logical phases: (a) initial 
input processing--sensing and analyzing problems 
and needs; (b) processing information before deciding 
20
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l~EED TO SPELL 
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- - - - -) 3.	 II I r -~ 4. Usual Word Attack (.t\-~l-K)	 II I : ~	 I5. ~1otivation
 
I J I 6. Attitudes
 
V.	 JII :. 7 ·lHab~ts	 I EXTEPJ~AL INPUT 
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31 I I PROCESSING bool{ 
I	 1 I1	 charts~I f I: I , ~ 3. Spelling Books ~I I I ; IV·INI~IAL SPEtLING / 4. Extrinsic :Motivation 
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~J I I I I 1 § Characteristics ~ :. I 1 // ~ 
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 1 J
I VII. J. • /
I l. SC.ANllING+'OF 'tVORD /
I~ - - 2. REACTION TO /
 
- - - - RESPONSES OF OTfIERS 
1. ( - -) ~'femory Channel (~1) 
2. ( - -) Kinesthetic Bypass (~11{) 
3. (	 ) Checl{ Channel (C) 
4. (- - ) Proofread Channel (p) 
5. (-
-
) Proofread-rewrite Detour (Pr) 
Fig. 1 A Model for the Analysis of Spelling Behavior 
(Personske & Yee,	 1971, p. 16). 
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what action to consider and take; (c) decision­
making as to what information is available and 
acting through chosen channels; (d) execution of 
selected behavior; (e) feedback of information 
through self-evaluation or from other persons to 
modify or reinforce processing of information and 
decisions. (Personke &Yee, 1971, p. 16) 
From this model IIammill and Bartel listed the 
complementary channels associated with spelling behavior 
as: 
Memory channel. The speller writes a word from 
memory, then looks at it to see if it is correct. 
Memory-kinesthetic bypass. The speller has so over­
learned a word that it can be written without any 
conscious thought. For example, words such as "and 1f 
or "the" are produced without hesitation. 
Checking channel. The speller refers to an external 
input (e.g., dictionary, spelling book, another 
person) prior to writing the word. 
Proofread channel. The speller checks a word that he 
has written through the use of an external input. 
Proofread rewrite detour. The speller checks written 
words through external agents; if a word is incorrect, 
he rewrites the word incorrectly. (Hammil & Bartel, 
1978, p. 148) 
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Hammill felt that while the model and the later attempts 
to demonstrate its significance "may contribute some'\That 
to a teacher's theoretical understanding of spelling, it 
is of limited practical value" (Hammill & Bartel, 1978, 
p. 150). 
~lore recently Graham and ~Iiller (1979) presented the 
following model which had some characteristics of the 
previous model. Here, too, spelling began with a 
felt need. Generally the student was able to recall the 
spelling with little or no conscious effort. Sometimes the 
word could be recalled correctly after using intrinsic 
and/or extrinsic strategies. A student did not have to 
recall the complete spelling of a word to recognize if 
it was spelled correctly. This process was referred to 
as proofreading. After the student scanned the word, he 
could use his intrinsic or extrinsic resources to correct 
an incorrect word. Sometimes intrinsic and extrinsic 
strategies were used concurrently, like when a student 
checked his possible spelling with a dictionary. 
One of the intrinsic strategies was the direct phonemic 
spelling approach. As previously stated, this strategy 
was successful for about only one of two words (Hanna, 
Hanna, Hodges & Rudorf, 1966). The generate-and-test 
process, although not error proof, was a trial-and-error 
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NEED TO SPELL 
Immediate Recall~( ~~__-7)	 Spelling Uncertain or 
Unlmolffi 
I 
J------------------~Stlategy Selection 
Intrinsic Strategies Extrinsic Strategies 
1. Semantic Information	 1. JIuman Aids 
2. Syntactic Information	 2. \vritten Aids 
3.	 Direct Phonemic Dictionary 
Spelling Books 
4. Generate-and-Test ChartsProcess 
5. 1'Iorphemic Information 
1~__~ 
Response 
proorriading 
1. Internal 
2. External-----------­
The Spelling Process (Graham & Miller, 1979, 
p. 3). 
process which was superior to direct phonemic spelling 
(Simon & Simon, 1973). Graham and Miller (1979) suggest­
ed supplementing these two strategies by the use of 
morphemic information. They felt that auditory recognition 
of a morphemic element provided spelling information that 
could be used to correctly spell a word containing that 
component. 
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Research suggested that just as students progressed 
through several stages in physical and learning development, 
they also progressed through several stages in the develop­
ment of spelling strategies (Beers & Henderson, 1977). 
This was the difference between a beginning speller and 
an experienced speller. The beginning speller had a 
limited spelling vocabulary and fewer spelling skills 
from which to select an appropriate strategy. Graham and 
~iiller (1979) suggested these stages of development: 
First, student s tended to omit essential sound features 
of the word; then, spelling was primarily 
phonetic; next, attributes of the English orthographic 
system appeared; last, students recognized and recalled 
the correct word. 
Teacher/Student Attitudes 
Even with a background in the history and process 
of spelling, before teachers can begin to think about 
spelling assessment, methods, and materials, they must 
convince themselves that spelling is important to teach 
and they must convince the learners that spelling is 
important to learn. 
Otto and McMenemy (1966), paraphrasing Hildreth 
(1955), have presented three reasons for teaching children 
to spell: 
1.	 Ability to spell enables the writer to concentrate 
on the ideas he wishes to convey rather than on 
the mechanics of writing. 
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2.	 Ability to spell is often regarded as evidence 
of scholarly achievement. Justifiably or not, 
incorrect spelling often creates an unfavorable 
impression beyond its true significance. 
3.	 Correct spelling facilitates the reading of what 
is written. It is a common courtesy the reader 
has a right to expect. (p. 203) 
\Vhile few teachers would deliberately deny the rights 
of the above to any learner, the discouragement produced 
by spelling results and the often uncreative spelling 
routine does make some teachers' attempts half-hearted. 
It becomes an area which is easily by-passed. Often 
there is very little spelling follow-up on teacher or 
student corrected themes and other types of written ex­
pression. Sometimes a poor speller persists in making 
it easier for those around him to merely spell the word 
without even offering an added explanation. This is the 
kind of pattern which could lead to apathy in all types of 
spellers, including those without serious spelling 
problems. 
It is important for the teacher to sincerely feel 
encouraged about the teaching of spelling for her attitude 
is generally reflected in her students. Stimulation to­
wards this positive goal is the attempt of this paper. 
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The student must be convinced that spelling can 
influence his entire school experience and his entire life. 
It is unfair to the student, even in this electronic age, 
to indicate that he will not miss out reaching the highest 
fulfillment of his educational achievement if he cannot 
spell. The struggle, according to Miss Jane Austen 
(Hildreth, 1955) is worth the lifetime of literacy. Yatvin 
(1979) advocated a double standard--public and private 
spelling--as a means to cut spelling problems in half. 
Learning to spell is not an easy task for many people. 
As has been previously stated, there are over a half 
million words in the English language, plus approximately 
300,000 technical terms. There are 26 letters which can 
be arranged in more than 2,000 patterns (Yatvin, 1979) to 
represent over 40 sounds, depending on the system of clas­
sification used. There are 300 different letter combinations 
for 17 vowel sounds (Allred, 1977). For example, the 
word "circumference" can be spelled over 396,000,000 
different ways phonetically (Peters, 1970). There are 
almost 200 rules that could be used to cover most situa­
tions (Yatvin, 1979). 
Fortunately for weak spellers, research has shown 
that a spelling vocabulary of approximately 3000 words is 
all that is necessary to adequately communicate on paper; 
therefore, students do not have to be able to correctly 
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spell all the words in their listening, reading, and 
writing vocabulary. A basic spelling vocabulary of 
approximately 3000 well-selected words should form the 
core of a spelling program (Horn, 1926; Fitzgerald, 1951; 
T. Horn & Otto, 1954; and Rinsland, 1945). 
After several hundred words had been learned, the 
law of diminishing returns came into play (Allred, 1977). 
Eight words accounted for 18% of all the words Children 
used in their writing; 100 words for 50%; 1,000 words for 
89%; 2,000 ,yards for 95%; and 4,000 words for 99% 
(Hillerich, 1977; E. Horn, 1926; Otto & McMenemy, 1966; 
Rinsland, 1945). Of course, students who are older and 
who do not exhibit a spelling problem could learn more. 
Spelling is a major tool of written communication; 
therefore, students need good adult and/or peer models. 
Spelling should become an integral part of all school 
subjects. Also, most students are motivated to achieve 
if they feel a need or see a cause. This is particularly 
true of teenagers. Once they see that something is 
eminently worth accomplishing, they let nothing discourage 
them from trying to accomplish their goal. 'Vhether they 
feel it is fair or not, students must be conscious that 
spelling is part of their reflection to others. Some of 
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the most glaring errors show up when students print signs, 
posters, or notices for school or community events. A 
teacher should use this personal application to point out 
reasons for learning to spell and for learning proof­
reading skills. 
The student should be the first one who makes the 
corrections on his written work even though it is easier 
and swifter for the teacher to do it. Also, a preview 
reading by another student helps locate skipped errors. 
Somet~es students do not know if they make errors. \Vhen 
the piece of written work is checked by the teacher with 
the stUdent, if possible, the teacher must follow-up by 
checking the student's corrections. Too often this is not 
done, and the student learns to do this job in a hasty, 
half-hearted manner. Peer tutoring by learning disabled 
students was found to be highly successful (Lipman, 1980). 
Proofreading is an attention device which should be 
practiced throughout educational training. Most older 
students enjoy finding I1printingll errors. Space in the 
classroom can be set aside for such clippings to be dis­
played. On occasion a student will find an error in a 
text or library book which gives him a chance to display 
his writing skills in a letter to the publisher. The 
reply gives the student elevated status among his peers. 
Using spelling in a meaningful way, i.e., correspondence, 
provides an excellent chance for feedback. 
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Students should find a need to develop an awareness 
for a more personalized vocabulary as their lives expand 
into other areas. Unfortunately, for some students, 
spelling does not become meaningful until it is job 
related. A pronounced deficit at this time could create 
the wrong image among co-workers which, in turn, could 
lead to a lack of respect. Poor spelling and/or coping 
skills can also lead to a slowing of professional develop­
ment which would then affect promotions and compensation. 
Assessment 
Before a teacher can effectively start a develop­
mental or remedial program in spelling, she must assess, 
both formally and informally, each student's present level 
of performance. If the teacher is offering a special 
service requiring an Individualized Education Program 
(rEP), it is necessary to establish the student's present 
level and to evaluate the student's progress according to 
the long and short term objectives in his plan. 
Hammill and Bartel (1978) felt that the following 
questions needed to be answered when assessing spelling 
skills: 
1. Does the child have sufficient mental ability to 
learn to spell? 
2. Are his hearing, speech, and vision adequate? 
30
 
3.	 \fuat is his general level of spelling ability? 
4.	 Has he areas of specific weakness in spelling? 
5.	 wnat systems, techniques, or activities might 
be used to remediate his difficulties? (Prere­
quisite, the first four). (p. l~O) 
An analysis would also determine if the student is 
ready to learn. IIildreth (1955) felt it was best not to 
begin systematic work in spelling before the student had 
achieved: 
A mental age of seven and a half years or more;
 
A speaking vocabulary of some 5,000 words;
 
The ability to enunciate words distinctly;
 
The ability to recognize and pronounce 300 - 400
 
of the commonest words met in reading; 
A beginning in phonics--the commonest letter-sound 
combination; 
The ability to write the letters of the alphabet 
correctly; 
The ability to copy simple words correctly; 
The abili,ty to \"rite a few simple words from memory. 
(p.	 50) 
More recently, Read, Allred, and Baird (1972) recommend­
ed that students should be able to: (a) name and write 
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all the letters of the alphabet; (b) copy words correctly; 
(c) write their names from memory; (d) enunciate words 
clearly; (e) recognize common letter-sound combinations; 
(f) write a few words from memory; and (g) demonstrate an 
interest in spelling. 
In an experimental study of spelling readiness, 
Russell (1943) found that typical children acquired 
spelling readiness in the first grade. Students who did 
not meet the criteria in readiness should take part in 
activities \~hich promote spelling readiness (Hildreth, 
1962). 
Recently, it appears that the emphasis in spelling 
research has shifted to the practical, ",,,holistic" 
approach rather than psycholinguistic remediation. Although 
individualized spelling is the most effective approach, 
many methods could be of some value in the remediation 
of spelling in some children. 
Hanunill and Bartel (1976) stated that: 
\~en attempts have been made to empirically study 
the relationships of tests of psycholinguistic pro­
cesses, sensory modalities, and perceptual abilities 
to tests of spelling, the resultant correlation 
coefficients have been consistently too small to 
have any educational usefulness. (p. 151) 
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TIley furtller stated, uTo our l<:nowledge, the precise con­
stellation of skills that are predictive of spelling 
success are as yet mostly un!<:nown or unresearched lt 
(p. 151). 
Clearly, not all associations are important in the 
spelling process; however, others may be involved in some 
way_ The question still remains on a very practical 
level--\Vhat specific association tasks are the pre­
requisites for learning to spell? 
Testi2& 
For formal assessment, there were several norm-referenc­
ed spelling tests and subtests, i.e., the Wide Range 
Achievement Test (Jastak and Jastak, 1965) and the ~ 
Tests of Basic Skills (Linquist and Hieronymous, 1956), 
which are familiar to most teachers. \\Testerman (1971) 
commented: 
Unfortunately, most of these instruments serve but 
one major function: to discover how many words a 
child can spell as compared to others in his class, 
thus providing a so-called Itgrade level" score. 
(p. 35) 
Therefore, a teacher must know beforehand what the test 
measures, and supplement it with other formal and/or 
informal techniques. 
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Some tests which examined the recall processes in­
cluded the Iowa Spelling Scale (Asbaugh, 1921), the Phono­
visual Diagnostic Test (Schoolfield & Tuaberlake, 1949), 
and the Ayer Standard Spelling Test (Ayer, 1950). Recog­
nition processes as measured by proofreading tests in­
cluded the Every Pupil Achievement Test (Robinson, 1970), 
the California Achievement Tests (Tiegs & Clark, 1970), 
the SRA Achievement Series (Thorpe, Lefever, & Haslund, 
1963), and the ~fetropolitan Achievement Tests (Durost, Bix­
ler, Wrightstone, Prescott, Barlow, 1971). 
Graham and ~1iller (1979) stated that proofreading 
skills should be examined in both isolation and context. 
They suggested the following informal proofreading mea­
sures: 
1.	 Present alternative spellings of a word and have 
the student select the correct spelling. 
2.	 Introduce different words and have the student 
decide which words are spelled correctly or 
incorrectly. 
3.	 ~1ark words in a sentence and have the student 
indicate which, if any, of the marked words are 
misspelled. 
4.	 Have the student mark and correct misspelled 
words in a sentence, paragraph, etc. (p. 8) 
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There were only a few diagnostic tests which pro­
vided for error analysis. One of these was the Spelling 
Errors Test (Spache, 1955). It allowed the examiner to 
classify the responses according to 13 error types. A 
newer norm-referenced diagnostic test, The Test of Written 
Spelling, was developed by Larsen and Hammill (1976). In 
it there were 60 words consisting of 35 Predictable Words 
and 25 Unpredictable Words. In the former the spelling 
was consistent with phonological rules of generalization, 
an~ in the latter, the spelling did not conform to a use­
ful phonological or morphological rule. The results were 
interpreted in terms of the student's mastery of either 
list or the total number of words. 
Two standardized tests which involved sound-symbol 
associations (~ symbol-sound) were the Gates-Russell 
Spelling Diagnostic Test (Gates & Russell, 1937), which 
were developed to determine a student's preference 
among four input methods, and the spelling subtests of the 
Durrell Analysis of Reading Difficulty (Durrell, 1955). 
Berry, Westerman, and Wilkinson (1968) presented a 
method, The Sensory Modality Preference Testing, which 
could be used if a teacher wanted to determine the sensory 
modality preferences of each child in the criterion task 
of written spelling (Westerman, 1971). 
There were also criterion-referenced tests which were 
not as concerned with the statistical characteristics of 
the items. These consisted of a broad list of items 
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which reflected most of the parts of the skill being 
measured. 
The purpose of criterion-referenced testing in 
educational practice is not to determine where the 
child stands relative to other children but to 
identify those components of the ability being 
assessed that are in need of training. (Hamill, 
1976, p. 153) 
Ranking does not tell us what we must do to achieve 
the desired criterion of performance • • •• It, 
therefore,does not contribute much to the detailed 
understanding of learning problems and their instruc­
tional remedies. (Engelmann, 1967, p. 6) 
An example of a criterion-referenced test was Kott­
meyer's (1970) Diagnostic Spelling Test. It followed a 
dictation format. The word was given first; then, the 
illustrative sentence was given. \Vhen the student had 
finished, the number of correct words were totaled and 
the student was given a grade placement. Then the words 
misspelled were interpreted in a criterion-referenced 
manner. This analysis led to a data-based remedial pro­
gram. 
Westerman (1971) cited the following advantages for 
criterion-referenced tests: 
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1. They indicate the skills one has and one needs. 
2. They provide an objective measure of progress as 
a child moves from task to task. 
3. They are based upon what we want to teach and who 
we want to learn it. 
4. Teachers can create their own tests. 
Informal Assessment Procedures 
Informal assessment procedures are very valuable to 
teachers in planning individualized remedial programs. 
This type of evaluation can be accomplished by direct 
observation of the student's behavior in a variety of 
spelling situations and by carefully analyzing the stu­
dent's spelling paper. A teacher can design her own 
informal diagnostic test of spelling abilities which 
analyzes errors and then she can use the results to plan 
teaching strategies with the student. 
Linn (1967) suggested a preliminary assessment of 
specific spelling problems by using the following ques­
tions: 
Can the child recall the letter and sound symbols 
quickly and accurately? 
Can he produce them on paper correctly? 
Can he fuse the sound parts of words together into 
whole words? 
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Does he reverse letters in sound parts? 
Can he remember what the teacller has written on the 
board a few minutes after it is erased? 
Does he learn words when he hears the letter sequence 
rather than when he sees it? 
Does he appear to block out or not hear sounds? 
Can he write the correct symbol for single sounds 
when they are dictated to him orally? 
Can he identify sounds? (p. 62-63) 
Brueckner and Bond (1955) stated that the student's 
understanding of spelling rules could be checked informal­
ly by having him spell real and nonsense words which re­
quired the use of a specific rule. They have systematized 
informal observations according to six major guidelines, 
synthesized here as: Analysis of Written Work and Oral 
Responses, Interview with Student, Questionnaire, Free 
and Controlled Observation. 
A student should keep a notebook with his own list of 
frequently misspelled words. These are useful since 
they are usually from his own writing, and, therefore, 
likely to be frequently used by him. A teacher may also 
assess a student's performance on one of many published 
lists which contain spelling demons and/or commonly mis­
spelled words. Then, too, she could also make a composite 
spelling list from the particular group of students with 
whom she works. These, however, should be words which 
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are generally used by the group. If the class is large, 
it may be more effective to group by ability level. The 
word list selected or compiled should roughly correspond 
to the students' grade or ability level to eliminate 
failure. The misspelled words could then be taught by 
rote or categorized according to specific errors depend­
ing upon the student population. The list selected does 
not have to be a special published spelling list. For 
example, the teacher may find that the Dolch Words/Phrases 
or the Wilson's Essential Vocabulary list may serve a 
better purpose. 
In conclusion, if a child has a spelling problem, it 
is very important to check if a specific pattern of error 
exists. As a teacher reviews a student's work, she often 
detects a glaring pattern even before she formally or 
informally assesses the student's performance. In fact, 
this is when attention is often called to the problem, 
particularly in the upper grades where weekly spelling 
tests are no longer given. 
For the convenience of the teacher a partial list of 
typical errors in spelling is provided: 
Omissions of needed letter; 
Addition of unneeded letters; 
Reversals of whole words; 
Reversals of consonant order; 
Reflections of dialectical speech patterns, 
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Reflections of child's mispronunciations; 
Neographisms (letters put in a word which bear no 
discernible relationship with the word dictated); 
Phonetic spelling of nonphonetic words or parts 
thereof. (Edgington, 1967, p. 160) 
Methods and Techniques 
Spelling Rules 
A controversy has existed through the years regarding 
the value of using rules in the teaching of spelling. As 
was previously stated, the Stanford researchers concluded 
that one could spell some words from rules. Flesch (1955) 
found that 87% of all English words followed fixed rules, 
while 13% were partially irregular in their spelling. 
Others recommended the teaching of spelling rules using 
a phonetic or sound-letter approach (Hanna & Moore, 1953; 
Hodges&Rudorf, 1965; Hanna, Hanna, Hodges & Rudorf, 1966). 
Others did not agree. Hahn (1964) found that the teaching 
of phonics in reading to pupils in grades three through 
six produced no significant difference in spelling errors 
when compared to the results obtained from students in 
similar grades receiving no phonics instructions. Others 
felt that rules should be given only when necessary since 
spelling was a gradual accumulation of practiced words 
(Archer, 1930; Horn, 1960). Horn (1960) stated: 
More adequate evidence is needed to realize the value 
of relating sounds to symbols, but it appears that 
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such value should be utilized as an aid to spelling 
rather than as a substitute for the direct study of 
these words. 
The use of spelling rules could even lead to errors be­
cause the students would try to apply them when they did 
not really understand them (Personke & Yee, 1971). 
The outcome of all this is that spelling rules, as 
a whole, are not going to be very helpful in improving 
a student's overall spelling. The practical application 
of this is that the student would be generally better off 
to only learn those rules which apply to a large number 
of words, i.e., the addition of prefixes and suffixes. 
The student should practice applying the rule so that he 
thoroughly understands its use, i.e., periods after abbrev­
iations, ~ is followed by a ~, etc. The student should 
be taught only one rule at a time as needed in remediation. 
Spelling Errors 
The writing skills test on the General Education 
Development Testing Program (GED) examination cited 
spelling as one of its components. This test posed enough 
problems for some that several study guides have been 
published. Rockowitz, at a1., in Barron's Basic Tips 
(1980) stated, "Modern research has identified the five 
spelling errors which occur most frequently.1t They 
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ranked them as follows: Over 60% of all spelling errors 
were caused by either leaving out a letter that belonged 
in a word or substituting one letter for another (usually 
because of incorrect pronunciation of the word). Hahn 
(1964) stated that, UOver one-third of the words in A 
Pronouncing Dictionary of American-English had more than 
one acceptable pronunciation due to regional and cultural 
differences." 
Barron's continued by stating that 20% of all errors 
were caused by either adding letters to a word or revers­
ing two letters within the word. It should be noted that 
reversals may indicate a process deficit. Manolakes 
(1975) found that misspellings were found in certain parts 
in the majority of words. 
The third most common error according to Barron's 
was the confusion of two words having the same pronuncia­
tion but different spellings and meanings. This may be 
the easiest to remedy since many students enjoy a lesson 
based on homonyms. 
Published Spelling Programs 
~lost of the developmental spelling series in common 
use today use a basic linguistic approach which emphasizes 
the teaching of phonological, morphological, and syntactic 
rules or word patterns. Justification for this statement 
came from Hammill, Larsen, and McNutt (1977) who surveyed 
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one hundred third through eighth grade teachers represent­
ing twenty-two states. No specific spelling instruction 
was reported by 13.4%. The three basal spelling series 
utilized most often were Spell Correctly (Benthul, Ander­
son, Utech, Biggy, and Bailey, 1974); Word Book (Rogers, 
Ort and Serra, 1970); and Basic Goals in Spelling (Kott­
meyer and Claus, 1972) for a total of 56.9%. All in­
cluded basic word lists in which the words were grouped 
according to a particular spelling pattern. '¥hile each 
had definite individual differences, each was based on 
linguistic theory. In Spell Correctly, for example, the 
authors wanted the students to observe similarities of 
sound and spelling in words and to fornlulate generaliza­
tions on their own. (For details see their scope and 
sequence charts.) 
There were approximately 10,000 spelling words in 
most spelling series. This number would overwhelm 
most poor spellers. Adaptations and remedial methods 
should fit the program to the class if the teacher suf­
ficiently assessed the individual students. 
Corrective Spelling Through Morphographs was a 140 lesson 
sequence designed to teach students a set of principles 
that dealt with the structure of words. Dixon and 
Englemann (1979) called these principles morphographic 
analysis. They defined a morphograph as the smallest unit of iden­
tifiable meaning in written English; they are structural units 
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(not phonetic units) which are spelled in a fixed way. 
Included was a teacher and student contract. There was an 
oral presentation plus written work (teacher-directed or 
independent) including corrections and recordkeeping. 
Clear oral feedback was an important element. A specific 
point-touch signal was to be used by the teacher. Large 
or small groups in grades four through adult could use 
this commercial material if the students could demon­
strate mastery of basic sound-symbol relationships. A 
placement test should be given to determine if the program 
would benefit a particular student. Non-native speakers 
of English, retarded children and others with varying 
labels could enter the program if they passed the place­
ment test. The program encouraged the application of 
spelling and proofreading skills to written passages. 
A limited number of spelling rules and principles were inter­
spersed throughout the program consisting of over 15 lessons 
using extensive teacher-directed application. There were 
six major types of formats: Word and Spelling Introduc­
tion; Affix Introduction; Word Building; Spelling Review; 
Morphograph Analysis; Rule Exercises. For example, the 
Word and Spelling Introduction format taught the spelling 
of themcrp~aph which was a base that could stand alone 
as a word. There were three main parts to this format: 
Students spelled the words orally while looking at the 
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words on the board; students spelled the words orally 
without looking at them; students wrote the words on 
their worksheets from memory. 
\Vhile this material is too new to have received 
sufficient teacher feedback, it is mentioned because 
most teachers have heard of the Corrective Reading Program 
(SRA) and many have found it successful enough to investi­
gate t11'is too. 
Remediation Techniques 
Several remediation techniques for spelling have been 
presented throughout the years. These included the use 
of the Inlitation Training method developed by researchers 
at the George Peabody College for Teachers (Stowitschek 
& Jobes, 1977); the use of the tape recorder by the 
student (B1au, 1968); the use of color in a sensory ap­
proach (Montessori, 1965; \vinkler, 1968); the use of wall 
charts with pictures for direct training in visual and 
auditory discrimination-phonovisual (Schoolfield and 
Timberlal<:e, 1960); the use of the "language triangle tt 
which built sounds into words through the application of 
visual, auditory, and kinesthetic associations (Gilling­
ham, Stillman, 1970); the use of tracing in the VAKT 
approach (Fernald, 1943). 
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Graham and Miller (1979) based an effective remedial 
spelling program on five well-defined principles which they 
have researched and documented. First, they felt that 
spelling instruction must be direct and not incidental; 
remedial activities based on reading or other language 
arts activities may not be justified because incidental 
learning was applied primarily by good spellers. They 
emphasized that every student must be taught an efficient, 
systematic technique to study unknol~ spelling words. 
Second, they felt that spelling instruction must be in­
dividualized for greater gains seemed to be made from a pro­
gram based on individual needs. Third, there should be 
continuous evaluation to meet individual needs. Fourth, 
the program should be flexible enough so that, if neces­
sary, a wide variety of methods and techniques could be 
used. This was especially true of handicapped students 
since they usually had a wide range of problems. Fifth, 
and last, the program could not be effective unless there 
was a positive attitude by both students and teachers. 
Teachers could actually be the key variable (Blair, 1975). 
Graham and Miller (1979) further stated:
 
An effective word study method concentrates on the
 
whole word and requires careful pronunciation, visual
 
imagery, auditory and/or kinesthetic reinforcement,
 
and systematic recall (i.e., distributed learning and
 
over-learning). (p. 103)
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In keeping with these principles, Graham and Miller 
(1979) condensed a variety of word study teclmiques that 
could be used when setting up a pattern for a student's 
study method. They felt a worksheet with a step-by-step 
study pattern should be developed that could be used by 
the student, under teacher supervision, until the study 
method became internalized. From the following methods 
the authors suggested that the Fitzgerald or one of the 
t\V'o by lIorn be tried first. References to other techniques 
are listed by them including some already referred to in 
this paper. 
Accordingly, Word Study Techniques as cited by 
'Graham and Miller (1979) are as follows: 
Fitzgerald Method (Fitzgerald, 1951) 
1.	 Look at the word carefully. 
2.	 Say the word. 
3.	 With eyes closed, visualize the word. 
4.	 Cover the word and then write it. 
5.	 Check the spelling. 
6. If the word is misspelled, repeat steps 1 - 5. 
Horn ~'1ethod 1 (E. Horn, 1919) 
1.	 Look at the word and say it to yourself. 
2.	 Close your eyes and visualize the word. 
3.	 Check to see if you were right. (If not, begin 
at step 1.) 
4.	 Cover the word and write it. 
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5. Check to see if you were right. (If not, begin 
at step 1.) 
6. Repeat steps 4 and 5 two more times. 
Horn 1r1ethod 2 (B. IIorn, 1954) 
1.	 Pronounce each word carefully. 
2.	 Look carefully at each part of the word as you 
pronounce it. 
3.	 Say the letters in sequence. 
4.	 Attempt to recall how the word looks, then spell 
the \V'ord. 
4.	 Check this attempt to recall. 
6.	 Write the word. 
7.	 Check this spelling attempt. 
8. Repeat the above steps if necessary. 
Visual-Vocal Method (Westerman, 1971) 
1 • Say ,vord. 
2.	 Spell word orally. 
3. Say word again.
 
4 • Spell ,Yord fronl memory four times correctly.
 
Gilstrap Method (Gilstrap, 1962)
 
1.	 Look at the word and say it softly. If it has 
more than one part, say it again, part by part, 
looking at each part as you say it. 
48 
2.	 Look at the letters and say each one. If the 
word has more than one part, say the letters 
part by part. 
3. lvrite the word without looking at the book.
 
Fernald Method Modified
 
1.	 Make a model of the word with a crayon, grease 
pencil, or magic marker, saying the word as you 
write it. 
2.	 Checl<: the accuracy of the model. 
3.	 Trace over tIle model with your index finger,
 
saying the word at the same time.
 
4.	 Repeat step 3 five times. 
5.	 Copy the \\Tord three times correctly. 
6. Copy the word three times from memory correctly. 
Cover-and-Write Method 
1.	 Look at word. Say it. 
2.	 \vrite word t\V'o times. 
3.	 Cover and write one time. 
4.	 Check wor}<:. 
5.	 \irite \vord two times. 
6.	 Cover and write one time. 
7.	 Check word. 
8.	 lvrite l"1ord tllree times. 
9.	 Cover and write one time. 
10. Check '\>\fork. 
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References to Other Techniques 
Aho, 1967 Hill & Martinis, 1973 
Bartholome, 1977 Phillips, 1975 
Clanton, 1977 Stowitschek & Jobes, 1977. 
Glusker, 1967 ~. 11) 
Most authorities agreed that spelling games and other 
activities were sometimes beneficial as supplements. 
Spelling bees were some of the first games used; however, 
since spelling is usually a vehicle for written communica­
tion, it would be more effective to adapt this activity 
to a written form unless auditory memory and imagery are 
the desired results. A teacher would, of course, be 
sufficiently sensitive to avoid any ridiculing of insecure 
or poor spellers in any group activity. It would be best 
to construct the situation so that everyone had some chance of 
honest success. 
The following games are offered as suggestions. They 
can be adapted to team or group contests. 
1.	 }fake as many words out of a given base word as 
possible. 
2.	 ~lake words by adding a letter in vertical or 
horizontal order. 
3.	 Make new words from a common word by changing one 
letter. 
4.	 Make words from letters on cards or tiles; cards 
with more than one letter can be used as the student 
becomes more skillful. 
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5.	 ~lake individual correct responses as members of a 
team after a word is dictated. (Telegraph effect) 
6.	 Make a student aware of initial consonants by 
asking him to duplicate the sound he hears in a 
word or phrase. 
7.	 Make bingo cards of 16 squares containing correct­
ly spelled words. An individual student is 
called upon to spell the words,and,if he is 
correct, everyone can place a marker on his O\~ 
card. (Several variations) 
8.	 Make each of four desks a base in baseball; the 
student advances around the bases every time a word 
is spelled correctly when he is at bat. (Double 
or triples are scored if he chooses a more diffi­
cult word.) 
9.	 Make teams compete by sending individuals to the 
board to compete against each other to see who can 
correctly write the dictated word the fastest. 
10.	 Make a list of words on the blackboard. The 
teacher (or student) gives the definition of a 
word and the students write the correct word. 
(For a more complete list of spelling games, mnemonic 
devices, and enrichment activities, see Anderson & Groff, 
1968.) 
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If the students enjoy computer-electronic type games, 
there was a relatively expensive one which was called 
rrSpeak and Spell. It Tllis ,~as a battery-operated computer 
about the size of a cassette tape recorder which was de­
signed to teach spelling and word pronunciation through 
a variety of games (Mystery Word, Say It, etc.) The 
machine had a 200 word vocabulary with four levels of 
difficulty. The keyboard was arranged alphabetically. 
It could be played alone or in pairs. The machine actively 
involved three senses--touching, hearing, seeing. It also 
provided instant feedback. It should not be a substitute
-
for writing. There was also a model for classroom use. 
Marshall (1979) stated that these machines should be 
checked for possible mechanical difficulties, including 
poor voice quality and sticking keys. 
Selection of Materials 
Showing a need for correct spelling, assessing accord­
ing to individual needs, and choosing an appropriate teach­
ing method are important and take time. Often a propor­
tionate amount of time is not given to the selection of 
instructional materials. With the range of individual 
differences in any given classroom, it is important for the 
teacher to have resources for the selection of classroom 
materials. Since the teacher cannot allow enough time for 
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an in-depth examination of all available materials, she 
must look to outside sources. This material is often in 
a central curriculum library. 
Wilson stated in Hammill and Bartel (1978) that com­
nlercial computerized retrieval systems for this type of 
information were becoming more prevalent in school systems. 
They were all designed to help teachers narrow their 
search in meeting their particular needs. She also 
mentioned a federally funded computerized retrieval system. 
Most teachers are on a variety of publishers' lists 
after they begin teaching and selecting some materials. 
Often publishers send representatives directly to the 
school, especially if a direct request is made. Most 
publishing companies welcome feedback from the teachers. 
Good ideas and materials can also be located at pro­
fessional conventions. Sometimes this material is useful 
because it stimulates ideas for teacher-made materials. 
Several articles on materials analysis included the 
criteria used in a materials examination (Bleil, 1975; 
V. Brown, 1975; Watson & Van Etten, 1976). 
lvilson in I-Iammill and Darte1 (1978), after reviewing 
many such sources, noted that the following relevant 
variables could be grouped as followed: 
1. Bibliographic information and price. 
2. Instructional area and skills scope/sequence. 
3. Component parts of the material. 
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4. Level of material (readability, vocabulary control, 
interest). 
5.	 Quality (packaging, print, illustration, paper 
durability). 
6.	 Format (form, layout, receptive and expressive 
requirements, and special equipment needs). 
7.	 Support materials (teacher's manuals and 
resources, student evaluations, objective clusters, 
etc.). 
8.	 Time requirements (length of tasks, flexibility, 
scheduling). 
9.	 Field test and research data. 
10. Method, approach, or theoretical bases. (p. 381) 
ivilson included a section on publishers and addresses 
along with a sample listing of instructional materials, 
designated as developmental, skill/remediation or supple­
mental. 
Self-Improvement 
There are many published books aimed at improving 
spelling which can be bought in any local bookstore or 
obtained from a library. These are generally designed for 
adults. They are often based on the ability to identify 
misspelled words. This particular skill was found to be 
difficult for the poor speller, but could be improved 
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through practice (Valmont, 1972). Three self-improve­
ment books are listed as examples. 
Spelling for Adults (Ryan, 1973)--This was a self­
teaching guide with seven supplements. Three of these 
supplements dealt with Spanish, German, and French words. 
Another was a supplement with "Do-It-Yourself 1·1emory P1.ids. It 
Three others dealt with the pronunciation, silent begin­
nings, and homonyms. There was a special appendix with 
twenty-two word lists for various professions and occupa­
tions. The teaching emphasis was on the structure of 
words. The adult could pace himself so he could learn to 
identify the major problem areas within words. The spell­
ing rules and sounds in words covered a major portion of 
the guide with self-tests at the end of each chapter. 
Spelling Improvement (Fergus, 1973)--This book was 
divided into three parts: Sound and Spelling; Meaning and 
Spelling; and Rules and Spelling. Each part had several 
chapters which had a pretest and posttest. If 90% of the 
answers were correct, the chapter could be by-passed. The 
primary emphases were on pronunciation, meanings of words, 
and syllabication. The bulk of each chapter was made up of 
study frames and reviews with answers in the left-hand 
column. It could be adapted for coursework or independent 
study in high schools, colleges, industry, business, etc. 
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The earlier version of this book was tested in five 
selected schools. Those finishing the program reduced 
their initial misspellings by 75 to 80%. Helpful comments 
made this later edition possible. 
Vocabulary, Spelling, and Grammar (Area, 1975)--This 
book was designed to help people prepare themselves for 
taking examinations (civil service, etc.). The Areo 
Publishers claimed to have followed examination trends 
and methods ever since its company's foundation in 1937. 
They felt that bad spelling was one of the principal causes 
of failure among examinees. There were eleven test-type 
quizzes for practice. They followed the pattern of locat­
ing the misspelled word in a group or text. The unit on 
spelling offered a set of rules, including those govern­
ing prefixes and suffixes, and a word list of frequently 
misspelled words based on Arco's study of many tests. 
A choice of any of these books depends on an individual's 
learning style. It is questionable just how much benefit 
any of these materials would be to the adult students who 
buy them. ~1ost poor spellers are conscious of a need, 
and, therefore, are sincere in their initial desire to 
improve a weak area; however, the students must exhibit 
enormous self-discipline in setting up this type of rou­
tine program which must be rigidly followed in order to 
achieve any successful results. Similar to other proposals 
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for self-improvement such as losing weight, curbing smok­
ing, improving vocabulary, etc., these good intentions 
run the risk of being short-lived. Then the book money 
is wasted and the buyer bears some guilt of failure. 
Support systems often help, and this is why some indus­
tries, companies, colleges, and universities offer in­
service programs or seminars which are designed to aid 
an employee in his spelling, especially if report writing, 
correspondence, etc. is a part of the job. 
Most students, with effort, could set up a self­
improvement program by keeping a notebook of frequently 
misspelled words. This would generally limit the 
spelling study to those words which the student uses and 
finds he cannot spell. This is a particularly efficient 
system for adults who are able to postpone positive feed­
back until they have learned an entire list of totally 
new spelling words. A method of study could be set up 
based on an analysis of misspelled words. Often there 
is a pattern to the errors. At this point procedures 
relating to rules, pronunciation, memory, visual atten­
tion to sequencing, etc., could be applied. 
All students should develop a spelling consciousness 
which promotes proofreading every written message. The 
dictionary is an important tool which should be thoroughly 
understood so that maximum information about meaning and 
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structure can be obtained. Dictionary skills' instruc­
tion should be started early. 
Poteet (1973) suggested the use of a thesaurus, 
particularly Roget's New Pocket Thesaurus in 'Dictionary 
Form. Students who had extreme difficulty in spelling 
would be able to look up a synonym using this source. 
An older student usually wants to have some basis for 
choosing to spell an uncertain word a certain way_ If 
resources are not immediately available, he wants to 
logically be able to solve his problem at the time it 
occurs. 
Good spellers do not necessarily make creative writers, 
but poor spellers always make poor impressions no matter 
how creative their thoughts. Teachers can aid students in 
written expression by listing the possible used words on 
the board (or on a sheet of paper if individualized). 
The word is then able to be visualized. 
Care should be taken to avoid writing spelling words 
as a punishment. Spelling homework, if useful, should 
not take the form of punishment. Usually parents can be 
of more help by suggesting mnemonic devices while helping 
students study for tests. Also, they should readily, 
but serenely, point out the spelling of useful words. 
If parents have difficulty in this area themselves, it 
could prove to be frustrating and embarrassing to solicit 
their help; therefore, care should be taken to see that the 
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parent is willing; however, the teacher also has the 
responsibility to see that a willing parent is informed 
as to procedures and goals. 
Coping Sl{ills 
If all else fails and a teacher feels that a student 
will always experience difficulty in spelling, she 
should suggest coping skills. Some examples are listed 
belol". 
1. Get in the habit of using a dictionary; keep 
a pocket dictionary or thesaurus handy. If words are 
looked up regularly, it may produce automatic results 
through sheer disgust at having to look them up. ~1ake 
sure there has been some training in dictionary skills. 
2. Use simple words with fewer syllables. The 
brevity may be applauded! (For example, use the word 
spelling instead of ttorthography.n) 
3. Solicit inconspicuous help. Ilave someone check 
the proofreading. If it is for public view, check the 
work again after a brief interval for errors are 
often read into the first reading. 
4. Learn mnemonic devices. (Station~ry for letters; 
'vednesday--Wed - Nes - Day, Elliot Ness is getting marriedI) 
Mispronouncing a few words deliberately can make them stick 
in the mind. (Bus - in - ness or Labor - a - tory.) 
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5. Do not get into the habit of simply spelling 
without looking. Poor spelling is often a habit and a 
reflection of an attitude. Then the confusing question 
becomes, tt Is it this "\Tay or that \Vay? II 
6 • Proofread everything--whether or not time is taI,en 
for corrections in notes to self. 
7. Learn to Itlove lf \V'ords, and lil{e Stlove, If learn to 
manipulate! 
8. Take courses which work with words. Typi~~ is 
one of the courses which has been known to aid poor 
spellers. 
9. Everyone should have a reference library. As 
young people gather household items and tools for a future 
home, so should they accumulate a useful reference library, 
i.e., dictionary, thesaurus, book of quotations. 
In the case of the poor speller, it could include 
a deskbook like Look It Up (Flesch, 1977). This book had 
over 18,000 entries with hints and notations after most 
of them. There were cross-references. Compounds consist­
ing of two words were included in the one alphabeto Al­
ternate spellings were not listed. In its forward, The 
Universit)r of Chicago Press ~Ianual of Style (1969) pointed 
out that of ten spelling questions asked in \~iting or 
editing, nine were probably concerned with compound words. 
Another helpful reference book could be one 
similar to the Dictionary of Pronunciation (Noary, 1972). 
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There was a readable pronouncing alphabet with an up-to­
date spelling and pronunciation of 58,000 words and 
names. Ten thousand words were defined. There was a 
cross-reference. 
Today there is some controversy surrounding the correct­
ing of nonstandard English. Even though students may use 
nonstandard English in private, it is important that they 
understand standard English in order to compete in today l s 
world. Students \~10 mispronounce words or use incorrect 
grammar often have difficulty translating this into 
appropriate English for written assignments. Currently, 
the speech and language therapists are reviewing their 
position regarding their oral and/or written curriculum. 
In conclusion, this writer feels the total approach 
to the spelling program is the best approach. A teacher 
should be aware of the origin of the language and the 
spelling process, before an assessment and selection of 
methods and materials are begun. All of the above may not 
get the job done if the teacher cannot convince herself 
that spelling is a useful skill to teach. The learner 
must also be motivated to believe that spelling is a 
mighty tool to acquire. 
CHAPTER III 
SU~~UURY AND CONCLUSIONS 
'~en the task of researching spelling was undertaken, 
it was limited to the topic of spelling strategies. 
Answers were sought in order to remedy this problem at 
the secondary level; however, it soon became apparent that 
this approach seemed incomplete. This led to the decision 
to investigate the entire field of spelling. The over­
view approach had one major drawback which was not 
evident at the outset--the amount of spelling research was 
overwhelming. Limitations were set when spelling and its 
relationship to other language arts areas and the learning 
process were not included. The total approach to the study 
of spelling provided a clearer understanding of one of the 
major components of written communication, and it pro­
vided the teacher and student with a basis for situational 
choice. 
If there is a thorough study of the linguistics of 
the English language, one can readily see how its com­
plexities developed; however, the teaching of the history 
of the language should be approached with pride for it 
reflects heritage. }1any cultures have contributed to the 
vividness and flexibility of &\merican-English. 
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Proficiency in spelling has always been the sign of 
a learned person; therefore, students who wish to use 
written communication effectively must be taught a 
spelling conscience, in addition to the meaning and 
patterns of words. 
Teachers should be aware of the learning styles of 
their students; they need to formally and informally assess 
their spelling deficiencies in order to provide the best 
classroom instruction and/or remediation procedure. An 
analysis of the spelling errors will provide more insights 
into the problem than most standardized testing. 
It is apparent from the research that the approaches 
to spelling have been diverse. As each era emphasizes a 
new aspect, the previous approaches are modified. It has 
been interesting to note that while one approach is in 
current vogue, rarely is there a complete disappearance 
of prior methods. The closest to this would be when there 
was a change from the letter-sound approach to the sound­
letter approach. Syllabication and phonic skills have 
never really been totally replaced by the whole word 
approach. The whole field of psycholinguistics which was 
so predominant a few years back has not totally lost its 
remedial function for some students. 
From this study it can be seen that we appear to be 
at the point where the pendulum has swung back to the 
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middle. lve, as educators, must have l<:no\vledge of an 
assortment of methods and materials in order to present a 
coordinated spelling program which has a relationship to 
the students' lives and is incorporated into the total 
school curriculum. A remedial spelling program, especially, 
must be direct. Today teachers can base their methodology 
and materials on researched principles; however, it 
appears that few teachers use this approach. 
If teachers are locl{ed into using system-wide spelling 
materials, they should have some input into the selection 
of it. If not, adaptations or additions can be made to 
most material. ~iany published spelling series are over­
whelming to poor spellers. Some students may even find 
that many words are irrelevant to their life styles. 
\veak spellers must be taught one of several remediation 
methods. It is important that the teachers understand 
these methods so that they are able to appropriately 
direct students to a suitable one. That method, plus 
other techniques and coping skills, should become so in­
ternalized that the students feel confident every time 
a spelling problem appears. 
It is important that students progress through 
different stages of spelling development. A student should 
not remain at a beginning stage of spelling sophistication. 
64
 
To be in harmony with research, a student should have 
mastered a core of approximately 3,000 spelling words even 
though his listening, speaking, reading, writing vocabulary 
is much larger. There is controversy surrounding the 
teaching of spelling rules. It is evident that rules should 
be taught if they apply to a large number of words. Others 
can be taught as needed. Practice in applying any rule 
is necessary if it is to be learned. 
A positive attitude is necessary to make any method 
work. Students should be familiar with the dictionary 
and other reference tools. All students should be aware 
of the effectiveness of proofreading. Teachers must be 
aware of their responsibilities to students in the areas 
of correction, follow-up, and evaluation. 
Spelling is an integral part of written communication. 
The educator must provide practice time for applying 
spelling skills. She must calIon all available knowledge, 
skills, and resources to motivate the student to get the 
job done! 
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